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Abstract Low commitment to teaching amongst teachers is a problem facing the
teaching profession in many countries. Gender might be an important factor in
explaining what kinds of prospective teachers are attracted to teaching. This
empirical study examined the relationship between student–teachers’ gender, gender
roles and commitment to teaching within the context of a large, university-based
teacher education program in Tanzania. A self-report questionnaire was adminis-
tered, comprising commitment to teaching items, gender as a demographic variable
and items from Bem sex role inventory (BSRI). Cluster analysis on the masculine
and feminine scale of the BSRI indicated three clusters: (1) highly androgynous
students with high scores on both masculine and feminine scales, (2) medium
androgynous students with relatively high scores on both masculine and feminine
scales, and (3) low androgynous students with low scores in relation to the other two
groups on both masculine and feminine scales of the BSRI. More female than male
student–teachers reported to be highly androgynous. Covariance analysis showed
that gender roles were significantly related to commitment to teaching and to
intention to enter the teaching profession. Highly androgynous student–teachers
reported significantly more commitment to teaching and higher intentions to enter
the teaching profession compared to medium and low androgynous student–
teachers. No significant relationships were found between gender, on the one hand,
and commitment to teaching and the intention to enter the teaching profession, on
the other hand. Findings are discussed in the context of teacher and teacher edu-
cation in Tanzania.
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1 Introduction
Teachers’ commitment to teaching is widely researched all over the world because
of its important contribution to a number of aspects in education. Studies elucidate
that commitment to teaching influences student–teachers’ intention to enter the
teaching profession (Rots et al. 2010) as well as job satisfaction and retention in the
profession (Billingsley 2004; Day et al. 2005; Hackett et al. 2001; Klassen and Chiu
2011; Tait 2008). Teachers’ commitment is also understood to be an important
factor influencing school students’ motivation and performance (Reyes 1990;
Rosenholtz 1989). However, despite the importance attached to teachers’ commit-
ment, the literature indicates that low commitment to teaching amongst teachers is a
problem facing the profession in many countries. Commitment to teaching has been
identified as an important variable in determining teacher attrition (cf. Billingsley
2004; Ruhland 2001, 2002; Tait 2008). Low commitment to teaching is reflected in
high rates of teacher attrition which is a result of voluntary resignation, absenteeism
and dissatisfied and demotivated teachers (Macdonald 1999; Mulkeen and Crowe-
Taft 2010; Mulkeen et al. 2007).
Gender has been revealed as one of the antecedents for commitment to teaching,
although studies are not conclusive. For instance, commitment and positive attitudes
to the teaching profession were found to be higher among female teachers compared
to male teachers (Ingersoll et al. 1997). Additionally, studies reveal that more
female than male student–teachers show higher intentions to enter the teaching
profession after graduation (Guarino et al. 2006; Rots et al. 2014). However, in the
same study, Guarino et al. reported that female student–teachers showed higher
attrition rates than males, and female in-service teachers were more likely to quit
teaching compared to males. Moreover, Mulkeen et al. (2007) reported that female
teachers were also less likely to work in remote areas compared to males.
In the current study, we sought to further investigate commitment to teaching by
investigating the influence of gender—biological make up of a person as either male
or female—and gender role—a set of expectations for behaving, thinking, and
feeling defining masculine or feminine characteristics. Stereotypical gender roles
identify masculine traits in terms of instrumental personality traits, such as
independence, assertiveness and dominance, while feminine traits refer to expres-
sive traits such as sensitivity, empathy and nurturing (Spence 1993). In some studies
(e.g., Dinella et al. 2014; Weisgram et al. 2010) gender role is also denoted as sex-
role identity, gender traits, gender stereotypes or sex-typed personality traits
(masculinity and femininity). In this study, we use the term gender role to represent
the same above-mentioned terms used in other studies. Research has identified both
gender and gender role as important factors in predicting people’s attraction to
particular activities (Dinella et al. 2014; Lippa 1998; Weisgram et al. 2010).
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2 Literature review
2.1 Gender, gender roles and occupations
Gender difference in occupational interest has been an area of focus for many
researchers. Gender has been identified as an important predictor of people’s
attraction to different activities and occupations (Holland 1997; Lippa 1998).
Holland’s theory of career choice using a Realistic, Investigative, Artistic, Social,
Enterprising, Conventional (RIASEC) model asserts that females tend to be more
interested in social and artistic occupations, such as teacher, social worker, painter,
and writer than males who are inclined more towards realistic occupations such as
mechanic, carpenter and engineer (Holland 1997). Furthermore, using a People-
Things dimension, it is noted that on average, females tend to be more interested in
people-oriented occupations, and on average, males tend to be more interested in
things-oriented occupations (Lippa 1998).
Additionally, gender roles have been found to be an important factor in
predicting young adults’ career interests and expectations (Dinella et al. 2014;
Weisgram et al. 2010). People tend to become interested in occupations that reflect
their gender roles. For instance, Dinella et al. (2014) found that the more masculine
characteristics that young adults had, the more interested they were in masculine
careers such as engineer or mechanic and the less interested they were in feminine
careers such as teacher or social worker.
2.2 Teaching as a feminized profession
In many countries, a female workforce dominates teaching particularly at early
childhood and primary levels (Drudy 2008; Kelleher 2011). While this ‘‘feminization’’
of the teaching profession has been a long-term phenomenon in developed countries
such as Brazil, Australia, Canada and United Kingdom, it is now becoming the trend in
some developing countries also (Kelleher 2011). Internationally, there are two main
causes for the feminization of the teaching profession. First, socio-economic
developments have created job opportunities that activate more male workers to go
after new jobs, either for better payment or just for interest and exploration, leaving
more teaching job opportunities for women (Kelleher 2011). Added to this, traditional
views regarding men as the main economic provider of the family means that some
men choose not to enter teaching because the salary is too low (Kelleher 2011).
Second, teaching as a feminized profession is associated with socially perceived
gender roles that relate teaching to a mother’s (nurturing and caring) roles (Drudy
2008). Stereotypically, teaching is said to be a woman’s ‘‘mission’’, in her ‘‘God-given
nature’’ and her ‘‘proper place in society’’ (Kelleher 2011).
The impact associated with the feminization of the teaching profession is a topic
of discussion amongst researchers. Some claim that the feminization of teaching
leads to a decline in educational quality (Songtao 2000), students’ discipline
problems (Haywood et al. 2005), and the reduced status of teaching as a profession
[Organization of Economic Co-operation and Development (OECD) 2004]. For
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example, it is asserted that due to the feminization of teaching, boys in schools lack
social role models and so feel less engaged and do not perform well (Driessen 2007;
Songtao 2000). On the other hand, Griffiths (2006) and Drudy (2008) point out that
there is little evidence to prove that boys need male teachers to achieve better or that
boys need male role models to feel engaged. The teaching profession status
argument is controversial. While some conclude that there is a correlation between
the feminization of the teaching profession and the status of the teaching as a
profession, counter-arguments assert that in some countries where teaching is highly
feminized, such as Finland, Korea, Ireland and Cyprus, teachers enjoy high
professional status, with strong competition for entry into teacher education
(Kelleher 2011). Also, in developing countries where the teaching profession is not
yet feminized, there is a low status of the profession (Kelleher 2011).
2.3 Commitment to teaching
According to Tyree (1996) commitment refers to a high level of attachment to
someone or something in a social endeavour and can manifest itself in extra
investment of personal resources such as time, money, or effort. Coladarci (1992)
defines commitment to teaching as a teachers’ psychological attachment to the
teaching profession. Researchers identify different dimensions of commitment
including strong identification with, extra involvement with, and strong loyalty to
someone or something (Tyree 1996), and affective, continuance and normative
commitment (Meyer et al. 1993). Rots et al. (2010) included intentions to enter
teaching, as an indicator of commitment to teaching, to explain graduates’ choice to
enter the teaching profession. Different studies have established that commitment to
teaching is affected by different antecedents including personal characteristics (e.g.,
age, gender, self-efficacy and background), working condition, job satisfaction,
learning experiences both prior and during teacher education, and experience in the
profession (Billingsley 2004; Day et al. 2005; Fresko et al. 1997; Rots et al. 2010).
2.4 Relationship between gender and commitment to the teaching
profession
Research on commitment to teaching shows inconclusive findings regarding gender
aspects. In an international review study by Guarino et al. (2006) commitment,
positive attitudes to the teaching profession and intention to enter the teaching
profession were found to be higher among female teachers compared to male
teachers. In their study of Israeli pre-service and in-service teachers, Fresko et al.
(1997) found higher levels of job satisfaction and positive attitudes towards the
profession among females compared to males. Likewise, Maliki (2013) found that
female student–teachers in Nigeria showed more positive attitudes towards the
teaching profession than males, and in Belgium, more female than male student–
teachers showed higher intentions to enter the teaching profession after graduation
(Rots et al. 2014). Nevertheless, Guarino et al. (2006) identified higher attrition rates
among female student–teachers and in-service teachers compared to males; Ingersoll
(2001) found that male teachers were less likely to depart than were female teachers
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in the USA and Mulkeen et al. (2007) found that female teachers were less likely to
work in remote areas than males in Sub-Saharan Africa. In Australia, Watt et al.
(2007) identified that gender was not a relevant factor for commitment to continue in,
or to leave, the teaching profession, while in Israel, Fresko et al. (1997) found that
gender was only indirectly related to commitment. Given these varying findings, we
(authors) became interested to further investigate the relationship between gender and
commitment to teaching. In addition, we anticipated that one reason why the findings
related to gender differences in commitment to teaching are inconclusive might be
due to a difference in gender and gender roles. Therefore, we included in our study on
commitment to teaching both gender and gender roles.
2.5 The Tanzanian context
2.5.1 Teacher recruitment
The Tanzanian Commission for Universities (TCU) controls admission into under-
graduate teacher education. The minimum entry qualification is at least two A-level
subjects that will be student–teachers’ future teaching subjects. From 2004, the
Tanzanian government committed to increase the training and recruitment of teachers
in response to a serious teacher shortage and a rapid increase in school enrolments.
Teacher recruitment in Tanzania is centralized and graduates can be posted anywhere in
the country. The centralized system was introduced in order to redress inequalities in
the deployment of teachers within the country (Bennel and Mukyanuzi 2005). Between
2004 and 2013 [United Republic of Tanzania (URT) 2014], the number of teachers
increased by 55.9 % at primary level, and 291.4 % at secondary level. However,
despite government efforts to recruit teachers, student–teachers tend to be uninterested
in teaching and not genuinely committed to the profession. In fact, they select teaching
as a last resort after missing out on enrolment in other courses (Kitta and Fussy 2013;
Towse et al. 2002; Tungaraza 2012). Further, findings from these studies show that
student–teachers with low commitment to teaching have no intention to enter the
teaching profession, or they intend to leave it in the near future after being employed.
2.5.2 Condition of the profession
The majority of teachers in Tanzania have a very low commitment to the teaching
profession (Bennell and Mukyanuzi 2005; Jonathan et al. 2013; Mkumbo 2012).
The teaching profession in Tanzania is characterized by its low status, teachers who
are dissatisfied and demotivated, and very high levels of absenteeism and attrition
(Bennell and Mukyanuzi 2005; Davidson 2007; Mulkeen et al. 2007).
3 The current study
As previously stated, the international research literature reveals low commitment to
teaching amongst teachers and domination of females in the teaching workforce.
Similarly, in Tanzania, where the current study was conducted, teacher commitment
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is devastatingly low (Bennell and Mukyanuzi 2005; Jonathan et al. 2013; Mkumbo
2012). The teaching profession is in the process of becoming feminized, with
women becoming the majority. For example, there were more women in the
teaching workforce by 2013 at pre-primary and primary levels than men [70 and
52 % respectively; the United Republic of Tanzania (URT) 2014]. Thus, this study
aimed to investigate whether student–teachers’ gender and gender roles are related
to their commitment to teaching.
Three research questions guided the study:
1. What are student teachers’ gender role types?
2. How do female and male student–teachers and student–teachers with different
gender role types vary in their commitment to teaching?
3. How do female and male student–teachers and student–teachers with different
gender role types vary in their intentions to enter the teaching profession?
4 Methodology
4.1 Procedure and participants
Research clearance was obtained from the University of Dar Es Salaam and the Dar
Es Salaam University College of Education. The main researcher made arrange-
ments with individual lecturers to use approximately 50 min of class time for
administration of a questionnaire. After a clear explanation of the study objectives,
confidentiality issues and assuring student teachers that the study is not going to
affect any part of their life as participants, the researcher invited student teachers to
participate in the study.
Participants included 3246 student teachers (33 % females, 67 % males) enrolled
in a 3 years bachelor level program leading to a qualification to teach in either
secondary schools or teacher education colleges. The study was conducted in the
academic year of 2013/2014 at The Dar Es Salaam University College of Education
(DUCE) in Tanzania and included student teachers in their first, second, the
beginning of their third year of study (all in 2014/2015), as well as the end of their
third year (2013/2014). Participants were recruited from four different teacher
education courses within the University, including Bachelor of Arts with Education
(B.A.ED), Bachelor of Science with Education (B.Sc.ED), Bachelor of Education in
Arts (B.ED Arts) and Bachelor of Education in Science (B.ED Sc.).
4.2 Measures
4.2.1 Commitment to teaching
Data were collected via the use of a questionnaire. Based on studies on commitment
(e.g., Klassen and Chiu 2011; Meyer et al. 1993; Ware and Kitsantas 2007; Watt and
Richardson 2007) we constructed a ‘Commitment to Teaching Scale’ (CTS) by
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detailed scrutiny of commitment variables, picking and modifying items that
captured our study interest. The CTS consisted of 35 items referring to various
aspects of commitment to teaching. All items were answered on a 5-point Likert
type scale, with 1 = not at all and 5 = very much.
The 35 commitment items were subjected to an exploratory principle component
factor analysis in order to determine the underlying factors. By using the varimax
rotation method, in the first step, four factors were identified having all the
negatively formulated items grouped together into one factor. In the second step,
these four negatively formulated items (with negations or negative terms) were
deleted and only three factors were identified. The three factor solutions indicated
the directions of two main factors although many items double loaded with almost
the same values. Therefore, we forced a two factor rotation as a third step. The
factor solution showed two factors explaining 47 % of the variance. In order to
optimize the two factor solution, we further deleted 2 items. The final factor analysis
consisted of two components, Commitment to the Teaching Profession (CP)—15
items, and Commitment to Student Learning (CL)—14 items, explaining 25 and
24 % of the variance respectively. The CP sub scale included items such as, ‘I feel
happy about becoming a teacher’ and ‘I talk positively about the teaching
profession’ while example items forming the CL sub scale included items such as, ‘I
have the responsibility to make my major teaching subject interesting to my
students’ and ‘I am determined to help students to perform their best in my major
teaching subject’. Table 1 indicates the rotated factor loadings of the two
components. Next, we performed reliability analyses of the two identified factors
(CP and CL), the intention to enter into the teaching profession sub-scale and the
identified covariates. In Table 2, we show the reliability along with other descriptive
statistics.
4.2.2 Intention to enter the teaching profession
Related to commitment to teaching, we also measured intention to enter the
teaching profession. The intention scale included three items: ‘I am certain I will
take up teaching after my graduation’, ‘I intend to teach for a reasonable period of
time after my training’ and ‘I am sure I will take up teaching as soon as I graduate’.
These items were answered on a 5-point Likert type scale, with 1 = not at all and
5 = very much, and formed a reliable scale (see Table 2).
4.2.3 Gender and gender role
In addition to background information such as age and gender, we collected data
about student–teachers’ gender roles using the Bem Sex Role Inventory (BSRI;
Bem 1974). The BSRI has three separate sub scales: masculine, feminine and
neutral items (used as a dummy). The shortened version of the BSRI consists of 30
personality characteristics (10 for each scale) on which respondents rated
themselves on a 7-point Likert scale ranging from 1 (never or almost never true)
to 7 (always or almost always true). We deleted three items from the masculine sub-
scale based on the reliability analysis resulting in a reliable feminine and masculine
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sub-scale (see Table 2). Examples of personality characteristics items used are
‘affectionate’ and ‘loves children’ for the feminine sub-scale and ‘independent’ and
‘strong personality’ for the masculine sub-scale.
4.2.4 Covariates
The study included five covariates, which refer to personal, learned experience and
environmental variables that could influence student–teachers’ commitment to
Table 1 Factor loadings based on a principal component analyses with varimax rotation for 29 items of a
commitment scale (N = 3246)
Commitment to
the teaching
profession (CP)
Commitment
to students’
learning (CL)
Feel happy becoming a teacher .786 .344
Proud to tell others I am a teacher to be .755 .317
Feel responsible to continue in the profession .732 .330
Happy with the choice .729
Willing to take ups and downs of the teaching profession .697 .315
Teaching holds great personal meaning to me .692 .329
Feel guilty if leave the teaching profession .680
Teaching is an ideal profession for me .672
Enthusiastic about teaching .667 .367
Will regularly upgrade knowledge as a teacher .586 .449
Talk positively the teaching profession .543 .397
Costly to change decision to become a teacher .527
It would be inappropriate to leave teaching now .524
Difficult changing decision to become a teacher now .440
Changing decision to become a teacher now would require
sacrifice
.358
Responsible to make teaching subject interesting to students .747
Determined to help students perform their best .734
Believe can make all students learn .730
Willing to share experiences with colleagues .706
Believe have responsibility to do the best for every student .695
Willing to take courses to develop subject knowledge .655
Believe is responsible for students’ performance .655
Like to teach major teaching subject .651
Willing to spend free time reading subject materials .311 .645
Responsible for all students .630
Willing to use free time to organize subject activities .427 .544
Like major subject .534
Feel important to improve teaching skills .433 .521
Believe never give up for students who have negative attitude .506
Only factor loadings[|.30| are printed
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teaching. These covariates were addressed in the same questionnaire as commitment
and the items were based on the work of, for example, Billingsley (2004), Day et al.
(2005) and Fresko et al. (1997). For self-efficacy we adopted the Teachers’ Sense of
Efficacy Scale (TSES—short form) developed by Tschannen-Moran and Hoy
(2001). We slightly modified the self-efficacy items which originally were in a
question form to be in a statement form. All items were answered on a 5-point
Likert type scale with 1 = Not at all and 5 = Very much. Descriptive statistics of
these covariates are presented in Table 2. The five covariates were:
1. Environmental perception scale (ENVIRONMENT) with items such as ‘I think
that teaching offers a low salary’, and ‘I am willing to teach anywhere in my
country’.
2. Learning experience teacher and teaching profession attitude scale (TEACH-
ING ATTITUDE) with items such as ‘I believe teaching is a high status
occupation’ and ‘I believe that in society teaching is perceived as a professional
occupation’.
3. Learning experience perception of subject attitude scale (SUBJECT ATTI-
TUDE) with example items such as ‘I believe that secondary school students
perceive my major teaching subject as important’, and ‘I think it is important
that my major teaching subject is taught in secondary schools’.
4. Satisfaction with the teacher education program scale (SATISFACTION), for
example items such as ‘I am happy with the way I am prepared to become a
teacher’ and ‘I am satisfied with my teacher education training program’.
Table 2 Descriptive statistics for the two commitment to teaching factors, other dependent and inde-
pendent variables and covariates used in analyses
Number of
items
Mean SD Cronbach’s
a
N
Gender
Females 1056
Males 2184
Gender role
BSRI feminine sub-scale 10 6.26 0.89 .91 3204
BSRI masculine sub-scale 7 6.02 0.89 .73 3200
Commitment to teaching
Commitment to teaching profession 15 3.68 0.90 .91 3246
Commitment to students’ learning 14 4.40 0.67 .91 3246
Intention to enter the profession 3 3.99 0.95 .70 3246
Covariates
Environment 17 2.84 0.60 .73 3246
Teaching attitude 5 3.05 1.09 .82 3246
Subject attitude 4 4.05 0.88 .70 3246
Self-efficacy 12 4.39 0.68 .92 3245
Satisfaction 9 3.95 0.80 .82 3240
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5. Teacher self-efficacy scale (SELF-EFFICACY), for example items such as ‘I
think I can use a variety of assessment strategies’ and ‘I think I can motivate
students who show low interest in schoolwork’.
4.2.5 Analysis
In order to obtain the student teachers’ typology of gender role (research question 1)
we performed cluster analysis on the masculine and feminine scale of the BSRI. In
order to ascertain the optimal cluster analysis for our data, we used the Variance
Ratio Criterion (VRC, see Calinski and Harabasz 1974). This criterion refers to the
ratio of the ‘within variance’ (variance explained by the typology) and ‘between
variance’, corrected for the number of clusters and responses. We evaluated all
cluster analysis methods that are available in the SPSS package version 22, with
K-means with three clusters with the highest VRC-scores. In order to examine the
relationship between gender, gender roles and commitment to teaching (research
question 2), we performed multivariate analyses of covariance with gender and
gender role as explanatory variables, the commitment scales as dependent variables
and the five covariates. In order to examine the relationship between gender, gender
roles and intentions to enter into the teaching profession (research question 3), we
performed a two way analysis of covariance with gender and gender roles as
explanatory variables, intention scale as dependent variable, and the five covariates.
5 Results
5.1 Gender role types
The final cluster analysis showed that three types of gender role could be
distinguished. The first type was characterized by highly androgynous student–
teachers who generally had very high scores on both the masculine and feminine
scale of the BSRI (Meanfeminine = 6.7 and masculine = 6.6). The second type was
characterised by medium androgynous student–teachers with a relatively high score
on both masculine and feminine scales of the BSRI (Meanfeminine = 5.9 and
masculine = 5.5). The third type was characterized by low androgynous student–
teachers with the lowest score in relation to the other two groups on both masculine
and feminine scales of the BSRI (Meanfeminine = 3.8 and masculine = 4.0). The
graphical representation of the gender role distributions along the masculine and
feminine scale is shown in Fig. 1.
Moreover, by the use of cross tabulations, findings indicated statistically
significant gender role differences between gender categories, year and program of
study. The first type, highly androgynous student teachers, included significantly
more females than males [x2 (2, N = 3194) = 10.86, p = .004], significantly more
first year student teachers than second or third year student–teachers [x2 (6,
N = 3185) = 56.11, p\ .001], and significantly more student–teachers studying
Arts subjects than student–teachers studying Science subjects [x2 (6,
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N = 3189) = 45.26, p\ .001]. In Table 3, we summarize the descriptive statistics
for the three gender role types.
5.2 Relationship between gender, gender roles and commitment to teaching
Both commitment scales [commitment to the teaching profession (CP) and
commitment to students’ learning (CL)] were significantly correlated (r = 0.70).
Therefore, we performed multivariate analyses with the two dependent variables
and covariates in the main analyses (MANCOVA). The descriptive statistics for
each type are included in Table 4.
We found a statistically significant effect of gender role on student–teachers’
commitment to teaching [Wilks’ k(4, 6358) = 1.0; p\ .001; g2 = .003]. There was
a significant relationship between gender role and CP [F(2, 3188) = 5.0; p = .007;
g2 = .003] and between gender role and CL [F(2, 3188) = 6.91; p = .001;
g2 = .004]. All gender role types differ from each other significantly (Scheffe´
p\ .05) with the highly androgynous type reporting the highest CP and CL level
and the low androgynous type the lowest. Both effects can be understood as small
effects (cf. Cohen 1988). We found no significant effect of gender on student–
teachers’ commitment to teaching [Wilks’ k(2, 3177) = 1.0; p = .23; g2 = .001]
and no interaction effect between gender and gender role [Wilks’ k(4, 6354) = 1.0;
p = .79].
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5.3 Relationship between gender, gender roles and intentions to enter
the teaching profession
Findings from the analysis of covariance indicated a statistically significant
relationship between gender roles and intention to enter the teaching profession
[F(2, 3188) = 3.67; p = .026; g2 = .002]. All gender role types differ from each
other significantly (Scheffe´ p\ .05) with the highly androgynous type showing the
highest intentions to enter the teaching profession and the low androgynous type,
the lowest. The effect can be understood as small effects (cf. Cohen 1988). No
significant effect was found for gender [F(1, 3188) = .56; p = .45] and for the
interaction between gender and gender role [F(2, 3188) = .19; p = .83]. Table 4
shows the descriptive statistics of the studied variables.
6 Discussion
This study was guided by three main questions. Regarding the first question about
student–teachers’ gender role types, all participants reported high in both feminine
and masculine characteristics, though in differing degrees. As such, cluster analyses
identified three main categories of gender role amongst student teachers, including:
highly androgynous, medium androgynous and low androgynous. The largest
cluster was the highly androgynous, followed by the medium androgynous with
very few clustered under the low androgynous type. Using Bem’s categorisations,
people scoring high in both feminine and masculine scale are labelled as
androgynous (Bem 1974). Remarkably, our results showed only an androgynous
category without a feminine or masculine cluster per se; results that may possibly be
due to student–teachers’ self-selection into teacher education and/or that student–
teachers adopt different gender characteristics to fit the teaching job. The findings
from this question might be useful for recruitment processes because, according to
Bem, androgynous people have a broad range of behaviours that helps them to adapt
to the situation as required. Furthermore, our analysis revealed that more female
Table 4 Descriptive statistics of primary study variables
Commitment to teaching
profession (CP)
Commitment to student
learning (CL)
Intention to enter the
profession
Mean SD N Mean SD N Mean SD N
Gender
Females 3.80 0.85 1040 4.46 0.58 1040 4.07 0.89 1040
Males 3.63 0.91 2149 4.37 0.70 2149 3.96 0.96 2149
Gender role type
High androgynous 3.79 0.89 1861 4.50 0.62 1861 4.13 0.92 1861
Medium androgynous 3.60 0.86 1135 4.33 0.63 1135 3.87 0.90 1135
Low androgynous 3.12 0.93 193 3.83 0.91 193 3.42 1.11 193
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than male student–teachers, and more student–teachers studying Arts subjects than
those studying Science subjects, could be identified as highly androgynous. This is
not surprising, as Science is traditionally perceived as a masculine field
(Vantieghem et al. 2014).
The second question of interest to this study geared towards understanding how
female and male student–teachers and student–teachers with different gender role
types vary in their commitment to teaching. We found significant effects of gender
role type with the highly androgynous student teachers generally showing the
highest commitment to the teaching profession and commitment to student learning.
Although with a small effect size, the more androgynous the student teachers
appeared to be, the more committed to teaching they were. From this point of view,
we can comment that both feminine and masculine characteristics might be needed
for the teaching profession. Moreover, unlike the review study by Guarino et al.
(2006) and a Nigerian based study by Maliki (2013) in which gender was found as
an important factor for commitment to teaching amongst student–teachers, this
study did not find a significant relationship between gender and student–teachers’
commitment to teaching. The difference may be due to the fact that the above-
mentioned studies only included gender and not gender roles. It is also important to
note from this study that Tanzanian gendered socialization did not appear to have an
influence on the findings.
Third, this study investigated how female and male student–teachers and
student–teachers with different gender role types vary in their intentions to enter the
teaching profession. Again, we found a positive relationship between gender roles
and intentions to enter the teaching profession after graduation: The more
androgynous the student teachers, the higher their intentions to enter teaching after
graduation. In contrast to the findings of Guarino et al. (2006) and Rots et al. (2014),
who found higher intentions to enter the teaching profession amongst female than
male pre-service teachers, in this study gender was not found as an important
predictor of student teachers’ intentions to enter the teaching profession after
graduation. Again the difference may be because of the inclusion of gender role as a
variable in our study. Another reason may be related to differences in the levels of
development between the countries of study, in this case less developed Tanzania
and more developed countries in the other studies (USA and Belgium). In the less
developed countries, there is less socio-economic development, so fewer job
opportunities than in highly developed countries where, according to Kelleher
(2011), socio-economic developments have created job opportunities that activate
more male workers to go after new jobs, leaving teaching job opportunities to
women.
6.1 Limitations
The use of the BSRI is criticised by some researchers in that the masculinity and
femininity dimensions, which were supposed to be independent dimensions were
proved not so. For example, investigation by Marsh and Myers (1986) indicated that
masculinity and femininity are actually correlated mildly with each other. However,
although the BRSI was developed in the 1970s and has been criticised in the
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literature, it is still used in recent studies (Borhart and Terrell 2014; Hunt et al.
2006; Rice 2006). So, we believe the BSRI is still a valid measurement of gender
role. A further limitation is that these findings were obtained from one University
College, which is a teacher education institution per se. It might be that our findings
cannot be generalized to other colleges with mixed programs and other teacher
education colleges of other qualifications levels in the country. The reasons for this
could be that students of Universities with mixed programs are confronted with
students of other programs which might influence their attitudes towards the
teaching profession.
7 Conclusion
Gender role appeared to be an important factor for student-teachers’ commitment to
teaching although small effect sizes were observed. The reported small effect sizes
indicate that there are other factors influencing student teachers’ commitment and
intention to join the profession that were beyond the scope of this research.
However, gender as a variable, which has been used in many commitment studies,
showed no effect in relation to commitment to teaching in this study. Thus we
recommend that in order to understand the relationship between gender and student
teachers’ commitment to teaching, gender role should be included in future studies.
Moreover, we suggest future studies could be conducted in different cultural
contexts, with teacher education colleges at lower academic levels and universities
with mixed programs in order to understand more fully the relationship between
gender and teacher commitment. Finally, longitudinal studies could examine the
development of gender role, commitment to teaching and its relationship, both
among student–teachers and in-service teachers.
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